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ABSTRACT 

A study investigated the guesticniog strategies of 
teachers engaged in reading instruction of either Angle children 
learninq to read in English (Anglo teachers) or cf Spanish speaking 
children learning to read in both Spanish ap-d English (bilingual 
teachers). Three first grade and three third grade Anglo teachers and 
three first grade and five third grade bilingual teachers were 
videotaped as they gave r'egular reading instruction to their 
studeats. At the third grade level, two of the bilingual teachers 
gave instruction in English and three instructed in Spanish. The 
questioning strategies of the teachers vere coded as to <1) direction 
of guestion, (2) type of question, (3» content of question, 
cuestiona ask^d by the teacher without giving students a chance to 
respondr (5) student response, and (6» teacher corrections of student 
responses. The findings showed that there were differences among the 
teachers* questicning strategies, but that thjsy w^ere not necessarily 
due tc language cf instruction* (FL) 
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INTKODUCTION 



Bilingual Education programs, directed to linguistically and 
. culturally different children, have been implenientf^d through Title VII 
of the Elementary and Secondary Education Act of 1965 for the last ten 
years/ With the advent of these programs, the teaching of initial read- 
ing in the pupil's native language or in his second language has become 
an area of concern. In addition to reading instruction in the child's 
native language, there are many natfve English speaking teachers who 
are responsible for providing the bilingual child (at all levels of 
English language proficiency) with hi^ initial reading instruction* 
Classroom research in the area of first and second language is now being 
conducted. This paper addresses these issues through a small investi- 
gation of classroom teachers teaching initial reading to three groups of 
children- 

The initial purpose of this paper was to investigate the questioning 
strategies of teachers currently engaged in the reading instruction of: 
Anglo children learning to read In English and Spanish speaking children 
learning to read both in Spanish and in English. Could question strate- 
gies be categori2ed into styles and type^ and were there generalizations 
of style and type that could be iSentified for each of the three different 
groups? 

A second purpose was to discover if teasers* questioning strategies 
differed for those children who were learnir/g to read in English as their 
second language? ;:as it a) the reading group; b) the teacher's personal 
style; or c) the language ability of the student; that determined the 
questioning strategies? 

A third and ultimately more important purpose was to develop a coding 
system in order to attempt to answer the above questions- Thus, the 
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major object:lve of the paper was lo develop a rGliable coJini; sysiem 
in order to classify the que^.tioning strategies of teachers within the 
three groups. 




REVlEW-OP LlTERATUflE 

Teacher questioning behavior has been one of the mor ^ used 

.topics in classroom research because it is an easy behavior . -s^. 
' and code reliably* Many studies categorize questions into ty^, 
kind of hierarchy; other studies involve the coding of te^ her s 
into types which are then related to pupil achievement, it is t; 
that divergent and coi^ple^c questions are better than fact' ques .ons, 
but many studies conclude that measures of type or. level of questions do not 
necessarily correlate with learning gains, (Dunkin & Biddle, i974i Rosenshine 

Furst, 1973)^ Some results have suggested that low-level questions were 
preferable to more abstract questions (stalUngs & Kaskowit^,. 1974; Soar, 
1973), These latter studies were conducted with low Social Economic status 
(SES) children at the primary level where schooling concentrates on the 
mastery of certain basic skills of readingand mathematics. The present 
study is involved with this kind of population therefore, these findings 
more appropriately fit the current study. 

Instead of type or level of questions, several studies discuss the 
frequency of the questions and its relation to learning (Brophy & Evertson, 
1975; Stallings Kaskowitz, 1974; Soar, 1973). Good (1978) suggests two 
reasons for this relationship,. Teachers who are observed as. using a high 
rate o£ academic questions are the more 'organized and spend mosi: of their / 
time on Well-planned activites as opposed to the disorganized teacher who 
spends much of his/her time attempting to manage the class. Also, it may 
mean that there are other activities that involve student initiative where 
he/she has an ^portunity to express himself orally or in writing. In the 
Current study, only reading groups were observed, which are already ' identi- 

r- 

fied as. a specific purpose group; therefore, a concentrated number of ques- 
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tions would be asked. 

The questioning technique is not based on research as much as it is 
on logical analyses of the question related to the 9oal tGi^od, 1978). A 
con^ilete definition of a "good'* question depends .on context. In the current 
studi^, context is defined as whatever the videotaped teacher perceived as 
reading, which included either: rhe teaching of specific reading skills or 
the oral reading of a story with follow up discussion of that story, Grossier^ 
C1964) lists a criterion for good questions: 1) clear specific — only one ' 
question at a time because teachers tend to ask several questions attempting 
to clarify .as they gt along; . 2) purposeful — the ideal is to plan in advance 
so that the questions lead somewhere specific as opposed t^ *'off the cuff" 
type; 3) brief — particularly for younyer and lower achieving children who 
^cannot retain long pieces of information; 4) natural and simpli language — 
appropriate for age and achievement level. 

Good questioning pro^:edure descriiied by Grossier includes concepts 
such as: planned sequential- time should be given for the student to think 
about the answer, and that usually, the questions should not be repeated. 
Also, the practice of alternating between factual 'and implied questions is 
not necessarily appropriate for low SES primary aged children, the population 
of the current study. Good (1978) stated "Factual questions are important 
especially for young students who learn best if juaterial is highly structured. 
Many of the questions asked in elementary school classrooms' should be factual 
type questions.'* Cp,367) 

Research connecting . teaching variables to stulent effect, for example, 
achievement or affective growth, has been discussed since 1940; however; the 
'^modern era'* began with Flanders in 1957 CBorich, 1977), Flanders developed 
a system called "Interaction Analysis" that led to the development of many 



■ observation instruments with varying degrees of complexity, some cf the 
major categories observed Wisres teaching structuring procedures, teacher 
questions, teacher responses, warmth and criticism* 

Most of these observatio;- instrunients have been us'ed to describe 
teaching in terms of frequencies and percentages of specific events c 

i 

behaviors- In terms of corelational and e:<perimental studies that have" tried 
to de'termine a relationship between classroom 'events an<? pupil outcoaies, 
there have been .relatively few studies • If one looks. for a specific teaching 
behavior such as questioning, the nuinber of studies is fewer. Finally^ the 
specific interest of this writer, that of, teachers* use of questions in a 
small group reading. session with first and third grade children/ including the 
bilingual who is learning to read in English, has not been found to date. 

Three studies in particular involve themselves with primary gride 
reading and mathematics for children from low SES background "(soar# 19*73; ^ 
. Stailings £ Kaskowitz, 1974; Brophy & Evertson, 1974). some of the teacher 

i 

variables studied were: l) the amount of time spent directly on instruction^ 
2) the kinds of ' questions used by the teacher, and 3) adult feedback of' both 
praise and criticism* All of these studies found that there were some con** 
sistent elements of small short-step instructional periods directly under the 
control of the teac^-^er: 1). questions are ^arrow, direct, and structured to 
obtain a high percsntage of . correct answers? 2) teacher provide^d immediate 
feedback of praise; 3) little oral discussion of answers occurs; 4) correct 
answers are followed by another question and incorrect answers are followed 
by the teacher giving the answer. 

One of the most extensive teacher effectiveness studies conducted was 
the Texas Teacher Effectiveness Project 'fBrophy & Evertson^ 1974 as reported 
in Borich, 1977);. A two-year study was conducted to discover the character- 
istics associated with success in learning gains. The second and third 
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. . yrade teachers were carefully selected over a two-year period in order to 
identify those, teach;, who proved to be consistent in producing high learn- 
ing geins for th<^ir students. Data w«re separated by SES level which indicated 
that different teaching ^behaviors may be effective for different SES levels, 
The major findings were that: the majority of the teacher characteristics were 
not^ significantly related to student learning gains, it was the authors' 
belief Us reported in Sorich, 1977, p. 84) that ^'teaching is an orchestration 
of large numbers of different behaviors. There are no magical keys to success^ 
ful teaching," However, those variables that were found to be relational were; 
1) reward and punishment; 2) feedback within the group lessons (reading as 
an example); 3) the importance of gaining the students* attention before the 
' lesson began; 4) giving the students an opportunity to practice what they 
, were leamingv*-^ :;pecif ically within the low SES reading groups, word attack 
qlues were important and the behavior of sticking with the same child to 
' elicit an answer were both significant. 

A Study (Mahaffey, et.al, I9i5) that examined teacher effectiveness 
J-n both highland low SES clfassrooms (including reading groups) found effective 
teacher behaviors were dif -^ent for each group. Teacher feedback, process 
questions (those* that require more than * factual response) and product ques- 
tions (those that require a factual response) were specific behaviors examintfd. 
Teacher effectiveness was determined by pupil residual student gain scores 
on specific tests of. the Metropolitan Achievement Test Battery, The specific 
area of interest, for the present investigation involved the question sti:ategies 
of teachers. It was^ suggested that in the early grade levels, a distinction 
should be ma<ie tjetween *'ab5olute factual qiaestions^^* , for example, "V7hat*s the 
man's name?", ajid. factual questions which can be figured out with some hielp 
or there is more than one right' answer, for example, ''Give me a word that 
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* begins with 'si'", it was noted that process questions were not usad much 
at the primary age leval. This observation concurs with Brophy and Evertson' 
study (1974) that narrow direct questions have mora positive effects on low 
S£S children. 

A recent teacher effectiveness study (Ramirez, 1978) identified and 
isolated certain teacher cognitive behaviors demonstrated during the teach- 
ing of Spanish to Spanish speaking children her/in the United states. Effec 
tiveness was determined by reading gains on the Inter American series Test. 
The teachers who volunteered were picked at random and were given specific 
reading iSssons to teach in two twenty minute periods. The reading groups 
consisted of Spanish speaking children between the ages of six and twelve 
who were learning to read in Spanish. Some of the observable cognitive 
behaviors reported ware), modeling, questioning (related or unrelated to 
text), reading subskills tdecoJing, vocabulary and grammar), (Correcting and 
reinforcement. Two of the behaviors that proved tP be positively related to 
student reading gains in Spanish ware; 1) the focus on decoding skills, and 
2) asking the student to read sentences out loud. Negative behaviors found 
were: ■!) the use of detailed questioning of text material, knd 2) asking 
students to read entire paragraph^ at a time without any break for specific 
questions or eitplanation or correction of oral reading miscues'. 

At present, this investigator has not found any research that deals 
specifically with the identification or the comparisons of teacher questioning 
strategies among the three teacher groups within this investigation. 
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EXPLAHATXOtl OF THIS INVESTIGATOR'S ROLE Itl THE LARGER STUDY 
The larger study 

The present study (Rodriguex-Brown , in progress) with which this 
investigator is involved, attempts to find the effect of different lan- 
guage approaches (native language, second language, or both languages 
concurrently) in beginning reading instruction. The' study includes 
three partst Paxt I looks at the reading achievement of the students, 
across the three different groups along with a group of Anglo children 
who are at the saiue . grade It^'el? Part II looks- at the teacher question- 
ing/ answering and connecting strategies within a group reading session? 
Part III evaluates the reading miscues| produced by bilingiial vs. Anglo 
children as thay read orally. , | - 

The investigator *r specific role of study was ^ to assist with the 
videotaping of the group reading and the individual students' oral ^read- 
ing sessions, I also ^adndnistered the majority of the posttesting which 
consisted of scheduling, monitoring, and then hand scoring the'tt^sts for 
382 chil^^^. ^Reading test Jata was collected by using the Tests of Read* 
ing froid Guidance- Testing Associates* It was this investigator's respon- 
sibility to develop coding systems for both the individual and the group 
reading sessions; these coding systems were, to be used in conjunction with 
the pre and poattest data as well as with the parent and teacher question- 
naires whi^ch' were used in the larger study. 
, Teacher^s 

Part II is the specific study which this paper addresses. Th^ 
entire project involved eighteen teachers of whom sixteen agreed to be 
Video-taped as each taught her regular reading groups. ^ There were 6 
Anglo teachers (those who taught Anglo children), and 10 bilingual teachers 
(those who taught in either Spanish or English to bilingual children). Five 



of the bilingual taachars wara nat-.ive spea^ars of Spaiiilh; five ware na- 
tive English speakers. 

In firit grade, thxea Anglo and three bilingual teachers were 
videotaped. One of the AngXo teachers also taught a group of biling^ial 
children whose English proficiency level was high enough according to 
the Functional Language Survey^ to receive reading instruction in Engliih. 
The FIS is an instrument developed by the Chicago Board of Education to 
determine the language proficiency of limited English speaking children* 

In the third grade, three Anglo teachers and five bilingual teachei 
were videctaped. Two bilingual teachers gave reading instruction in 
English; the other three instructed in Spanish. The Spanish teachers 
were taped with only one group so ho comparisons of style according to 
language group could be made. 

' All of the teachers were female and ranged in teaching experience 
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at this level from one to nine years ^ All scho9ls within the two school 
districts Were racially integrated and received Title I funding. 
Videotape procedure ^ 
For the videotaping^ the teachers wera asked to precede with. their 
regular reading Program; conseq;iently# the vid^o sainplel were variek in 
their contentl. Each teacher was recorded with one^ two# or three of her 
reading groups for an average of twenty minutes per session. The collec- 
tion of data through use of videotape was found not to be distracting to 
the young students.. The equipment was set up in an obscure part of the 
classroom which allowed the regular routine to continue unobstructed. 
Most of the teachers (particularly first grade) had prepared their clUldre 
for the videotaping acid after the initial curiosity they setted down and 
continued their lessons as usual > The original study planned for three 
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video samples for each teacher; 'but inclement weather and teacher reluc- 
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cance co be interrupted five times (including pre and pose cescing) pre- 
eluded this, and only one^visit per teacher was conducted, 
^2^£jJ. i'L.S}J: " Stions asked by this i^nvestiRator 

The original study was concerned . with not only teacher question- 
ing, but £ilso student answering an^ the subsequent correcting strategies 
of Che teacher. As the teacher tapes were examined, it was thought 
that the coding procedure would be ;too, complex ' for this particular study, 
therefqre it was decided to examine in detail only the questioning stra- 
tegies of the teacher and students/ responses to these questions, 

Th€ire are many ways in which to ask questions, depending on the 
students, the subject matter or the purpose of a group session. "Perhaps 
•specific question types are more appropriate or more often used by 
teachers of g^-c groups than another-^ Because the.' video . sainples included 
three different student populations, "there was -an. increasing .interest by 
the Investigator to examine the kinds of qi^estiona and questioning strategies 
used by these thr«e different groups of teachers.' Did each group of 
teachers (rnonolingual, Spanish/English, or bilingual ^English) exhibit 
different strategies?- Did bilingual teachers use different strategies when 
they taught' bilingual or monolingual children? One Anglo teacher was 
taped -with both Anglo and bilingual (English) groups so this ^question could 
be- examined at least ^t a superficial level. Was it the context of the 
reading lesson chat determined the questioning strategies or was it the 
teacher's own persona'l style chat determined the kind of question strategies 
she used? ; In- order to attempt to answer these questions concerning 
questioning strategies, a coding system ^had to be devised. < 
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DEVELOPMENT OP CODING SYSTEM . * 

Review o^; litaratura 

An obsarvatlon scale can b« consldartd :^ri a continuum ranging 

^ s ■ 

from a detailed objective observation to th« opposite extreme in which 
the observation is based on highly subjecciv^ inferences. These poles 
are oalled low and high inference (Brophy & Everteon, 1974)^ Low 
inference involves coding of speci^ficytangible observable behaviors, ^ 
for exaxi|ple# teacher asking a specific question to a specific student 
and receiving a specific answer* Th4^ coded behaviors are obvious and 
require little or no inference which can lead to observer agreement. 
^ High inference coding^ for exan^le/ affection, warmth, and organisation 
is more ftut^^ctive ,&nd requires more inferential decisions by the coder. 
The coder needs to conclude from overt behavior '\^at kind of general 
comment to make about a teacher's actions. Because thiff measure is highly 
subjective, coder reliability is more difficult to achieve. A, combi- 
nation of both high and low inference coding is the most desirable. 
Determination of categories and format 

First of All, it ifl important to note that this was the investi- 
gato^*s first attempt to develop a coding system. Many problems arose 
from this initial experience. An ^tteinpt to code a relatively high number 
of strategies led to logistical difficulties when recording much data on 
one coding sheet. The purpose of using one coding sheet was to minimize 
the number of timsA the coder had to view the videotapes. m contrast, 
all of the coding systems reviewed for the study utilised a check list 
form as opposed to recording tallies opposite, the transcription of the 
question and/or response. > 



The coding system developed for thls^study was adapted from those 
of Brophy Good, (1974); Ramirez^ (1978) , and Guszak, (1967) . Tha obser- 
vational system is a low inferenfce type because of its facility for 
coder reliability and because of the specific natiire of teacher question- 
ing investigated, Also^ each teacher in the study was*^ videotaped only 
once ^^fdxich made it prohibitive to determine high inference information. 

All of the tapas were viewed by this investigator at least once 
befpre an attempt was madi to develop a coding eystem. Because of the 
diversity cf activity within the context of group reading^ some general* 
izations needed to be made. All of the 'leachers askj^d many questions 
regardless of the specific context of the lesson* Zn order to observe 
and describe a number of specific questioning strategies of teachers^ 
a series of^categories was developed to findt 1) what types of questions 
did teachers ask; 2) what^was their style of questioning^ for exainple^ 
did they call on volunteers' or specific atudenp?# did they stay with one 
student to elicit a correct ailswer?^ and did they ask more, than one 
question before^^e student had a chance to ^respond?; 3) what did the 
teacher do when thp student^did not answer the question? / 

Explanation of Code Categories 

The initial coding system included^ nine categories' (see Descrip- 

E 
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tive Outline of Coding instructions^ Appendix A^ eight of which pertain- 
ed to teachers' questioning strategies and one category looked at student 
responses* The categories are repres'Shted^ on 'the Cqding Evaluation Sheet 
(see Appendix B for san^le) as Columns 1-9, An explanation of each 
Column follows, / ' * " \ 

Column 1 (TAPE LOCATZOM) was used to mark the tape for each trans- 
cribed question; this was done to facilitate the procedure of returning to 
a specific portion of the tape if necessary. 
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Column 2 (DIRECTION OF^^T^UESTION) has 4 sub categories which ware 
coded ast D-1, Teacher names student before asking question; 0^2, 
Teacher asks question and accepts answer from anyone; Teacher aaha 

question and calls on volunteer; D-4, Teacher ashs question and calls 
on 3j>ecifio student* ^ § / 

Column 3 (TYPE OF QUESTION) included 8 sub categories. Q-1, 
Absolute Factual which requires a specific and exact answer from student. 
Factual whisjh requires some figuring out by student and more than 
. one answer is acceptable* Q"3, Ye^/No or Two Choice, which requires 
Student to make a choice between only two responsejB. Personal with 

Text, requires some elaboration of personal experience or requires student 
to put himself in place of story character. Q^S, Related to Instruction 
but not Connected with Text* It was found that teachers ask many ques- 
tions connected w.ith instructional material but answers do not require i 
factual type response; therefore this category was included. Some exajnples 
are "What words will you practice over the weekend?"; "Would you like tc 
. take your book home this evening?", etc, Q*-6,y Non-Aca'demic, question has. . 
nothing to do ^with instructional material and is usfially of a procedu??al 
or disciplinary natuire, Q*-7,. Evaluation which requires inferences to be 
made. This is a more sophistioated type question than that of Q-2 and 
Evaluation is not used as often it the prijonary level. Q-8 Unintelligible 
was used if the coder could not determine the type of question because 
of audio problems with ^he videotape. ^ 

Column 4 (CONTENT OF. QUESTION) has 3 sub. categories of; A- Decoding 
Skills; B-Story Detail; C-Story Con^rehension, This category was used in 
conjunction with Column 3 to determine how many of the questions were 
directly related to reading instruction, per se< 
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polunn 5 TEAClffiR REPEATS OR REPHRASES QUESTION BEFORE CALLING 
OK STUDEHT. 

ColUHSn 6 TEACHER ASKS 2 OR* MORE DIFFERENT QUESTIONS BEPOBE CALLING 
ON STUDENT, * 

Colunm 7 TEACHER STAYS WITH SAME STUDENT TO ELICI* RESPONSE, ' 

Column 8 STUDBHT RESPONSE included 4 sub categories: corrector 
pArtnially correct answtrf incorrect ansverj no response; reads aloud 
which was uaad in conjunction with oral reading activities and a $ub 
category that identifies when student *'B" answers question that was direc- 
ted to student "A" 

Column 9 (TEACHER CORRECTIONS) included 4 sub categories: 1-pro- 
nunciationj 2- grammar; 3-miscue ddring oral reading; 4-suppiies correct 
answer for the student. This category was include<i primarily for the 
bilingual teacher who taught English reading. How often and under what 
circumstances (ie. in the middle or the end of a reading passage, as 
student is attempting to answer a question) does the teacher correct the 
student? 

Intercoder reliability check 

After the initial coding system was developed^ 2 raters. (1 pro- 
fessor of reading and this investigator) went through a training period 
in order to become familiar with "the coding sy^temv The videotape for 
one teacher was used for this training- At that time questions and 
interpretations of specific categories were discussed and resolved. 
Following the training session, each rater independently coded reading 
groups of four different teachers. - See appendix B for sample of coding sheet 
The teachers' ijuestions had already been transcribed by this investigator 
so the raters were able tp concentrate on the coding itself; this assured 



that th« raters war* iising the same data. A similar process occurred Vtth 
the Spanish teachers' tapes. Two university professors , both native 
speakers of Spanish^ were th« coders for thtss tapes. Tahle one shows the 
intercode'^r reliability between the two raters for the questioning strata-- 
gles and the student response categor/ for bo#h the English and Spanish 
tapes. The Pearson correlation coefficient formula was used to calculate 
the intercoder reliaJbillty for each of the categories. 



TABLE I ' 
Intarcoder Reliability 
Teacher Questioning and Student Response Code 4\irlng group reading. 



Direction of Question 

• 


Code 


Xntercoder 
Agreement 
(Pearson r) 
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« 70^ 
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Type of Question 










n-1 




#77/ 


r actual 


Q-2 






Ves/No ? Choice 


Q-3 


,637 


.646 


Personal with Text 


__g-4_ 






Related to Instruction but not to text 


0-5 


,678 




Non Academic / 


Q-6 




■ ** 


Evaluation .. 


Q-7 


Hit 




Unintelligible 


Q-8 


* * 


** 


Content of Question 








Decoding Skills 


A 






Story Detail ' 


B 






Stotv Comprehension 




, ** 




Teacher Repeating or Rephrasing Question Before Student Answers 




Total 


col 5 


,914 


^ ,350 
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Code Intercoder. 
Agreement 
(Pearson r) 

English Reading Spanish Reading 

Taachar Asks. 2 More Different Questions Before Student has Chance to Answer . 

' f 



Total 




Col 6 


■ ** ' 




T«'achar Stays with Sams 


Student to Ask More than 


1 Question 


. ' t 


Total 




Col 7 


* 


.996 ■ 


Student Response 










Correct 




siR+ 


.927 


967 


Incorrent = 


tj [ 


SR- 


.681 


992 


No Response 




■ SRO 


. 767 


, 944 


Teacher Corrections ' 
Pronunciation 




TC 
1 


**. 


"**='. 


Grammar ^ 




■ 2 


** 


^ ■ ** 


Miscue in Oral Reading 




3 


** 


** 


Supplies Correct Answer 




4 


** 


** 



* t^ot included in the subsequent analysis because of its very low reliability 
^ ** Praquen'cy of behavior was too infrequent* ; 
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Results of intercoder reliability check 

Table 1 shows the results of the intercoder reliability check. 
The results will be given for lioth the English and the Spanish samplfe. 
The terms Column and Category were used interchangeably. Some differ- 
ences* in 1#ie degree of reliability for each sample were found and they 
will be mentioned at tdie appropriate time. Of the original nine 
general categories only 1 total category in English, DIRECTION OP QUES- 
TION, had a high reliability (r= ,931 to r= ,996) One sub category, 
D-3 did not occur in the Spanish data according to the Spanish coders. 

Within category 3, TYPE OF QUESTION, four sub cajtegqries: Absolute 
Factual Q-1; Factual Q-2, Yes/Mo Q-3; and Related to Instruction but 
not to Text Q-5; proved- to be reliable for both English and Spanish with 
the exception of the last sub category which iiid not prove reliable for 
the Spanish sample. 

Column 4, CONTENT OF QUESTIOH, had a low degree of reliability 
which will be e^cplained below, ■ 

. Column 5, TEACHER REPEATING QUESTION BEFORE STUDENT ANSWERS^ showed 
a high reliability (r= ,914) for. the English sample but not ehough data 
appeared in the. Spanish sample to calculate the reliability. 

Column 6, TEACHER ASKS 2 OR MORE DIFFERENT QUESTIONS BEFORE STUDENT 
HAS CHANCE TO ANSWER, did ■ no t occur within any of the teacher groups. 

Column 7, TEACHER STAYS WITS SAME STUDENT TO ASK MORE THAN ONE 
QUESTION TO ELICIT RESPONSE, did not show a high reliability with the 
English sample but the reliability proved to be high for the Spanish 
sample (r- .99$) , 

Column S, STUDENT RESPONSE, proved to be reliable for both English 
and Spanish in the first 3 sub categories of: Correct, Incorrect, and 
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No Response, The remaining 2 sub categories of: 1) Student B answers* 
for Student A and 2) Onint^lligi±>le did not appear enough times to be 
included in^the analysis. 

Column 9, TEACHER COfiRECTIONS, could not be Checked for reliabi- 
t lity because of instif f icient data in both English and Spanish. 

Discussion 

The discussion will center on the English reliability cheeky because 
of the direct involvement of the investigator in the task. The data 
analysis for the Spanish sample was completed by two native Spanish . 
speakers (both university professors) wh^ the reliability coefficients 
were calculated by this investigator, Further discussion with these 
Spanish raters was not p6ssil>le due to time constraints. 

The following are comments which can be made about the results 
shown above (see Table 1), j ' 

The high reliability shown by categoriesi DIRECTION, OF QUESTlOfl, 
and TYPE OF. QUESTION and STUDENT RESPONSE may hava occurred because all 
of these strategies are visiijle and objective in nature. The difference " 
in reliability between Q-1 Absolute Tactual (r- •798) and Q-2 ' Factual 
■ (r^ ,931) may not be necessary. The J.ower reliability for S^i^^may have 
occurred because onecoder designated as Q-1, only, those questions that 

required an exact one or two word answer while the other coder dI4 not 

+ * - . 

make such a fine distinction. As a result, a more detailed explanation 

of each sub category has been written in the final coding form so thatj 

for- future use only- those questions that require one or two word answers 

would be coded as Q-1 (see Appendix A for Descriptive Outline of Coding 

Instructions)', . , ^ . 

The Qr2 Yes/No type did nof show a high reliability (r* ,657) 



because onV r^t^r coded many ^-t5, Relatea to Instruction but not to 
Text into thQ Q-3 cat^egory, \Ari explanation with specific examples from 
the transcription 'wis* then intiuded uAder this sub category* The Yes/ ' 
No sub category presented ceding problems because the teach^^ often 
asked a question* that required yes or no 'for an answer but the re^i 
intent qf thB que^stj.on wa^s to elicit specific information. An example^ 
of this is " *'Can, you'find the answer on this^age?" Often,, the student 
would respond with a yes or no which then required the teacher to aa3t 
"Wh«fr«?" This type, of .Question shojild be coded under Q-l because the 
toswer requires a specific reply, in terms of teacher qjiestioning "stra- 
tegy, the Yes/No type may not be the most productive because when the ' 
student responds in kind, the teacher must follow up with another ques- 
tion- ^ ^ ' . ' ' ' ' ' 

Withij^ the STUDENT RESPONSE Column the sub category of Incorrect 
was not as high^for English {r» .681) as for Sjpanish tr==^ *992) because. 
, it was 'not made clear to the English raters how to code a student's ' 
self corrected response. Some of the responses were coded, as correct; 
others were coded as incorrect or both. An explanation of this wa^ added 
to the coding instruction, sheet. An incorrect answer that is self 
corrected by the student will bjs coded as correct* The No Response sub 
category may have been difficult to code because of the subjectivity in 
determining when enough time had lapsed to code its as No Response. This 
sub category was sometimes used in addition to Column 5, TEACHER REPEATS 
OR REPHRASES QUpSTMN BEFORE STUDENT RESPONSES* A comment about this- 
was included in the coding sheet; ±£ the teacher repeats the same question 
then do not, record*^ 0 in the No Response Column, but put a check in 
Column S« . ^ 
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category 4, CONTENT OP QUESTION, showed to ba too unreliable ^o 
be' included in the coding system.. There may be soma reasons for thia 
- result. During the training session, no agreement cduld be reached on 
the perception o£ whfct reading is. Thus', no working definitions of the 
•sub categories; A-Dacpding Skills; B-Story Detail; C-Story Coinprehen- 
sion w«ra written. 'Th« original purpoa* ol .this oategory was to invas-^ 
tigate hew many of th« teachers' questions were, ii> fact, directly re- 
lated to the reading process either in the form o£ decoding skills or 
stozy related discussion, if this coding system were used specifioa^ly 
for a reading study, this category should b« clearly defined before any ^ 
coding is done. ' ^ 

Category 7, TEACHER STAVS WITH QUE STUDENT TO' ELICZT. RESPONSE, 
lacked a hri<^h reliability because of a procedural difference during the 
coding. One coder 'marked this column only at the beginning of a eeries 
of queslfions directed at one student, while the other coder checked Column 
7 for'each question the tdacher asked. This, led to a much higher number 
of xiccursnces tpr the latter coder. To.avoid prdblems' in the^future with 
this particular category. Column 7 should be checked each time the teacher 
asks a question, even if there ar0, as many as seven queiltions in a row 

that are addressed to the same student. The Spanish coders who had bene* 

' * ■ ' 

fit of the .above information attained a reliability coefficient of ^ 

if ■■ ^ • * 

for,, this category. , ^ ^ ■ 

' . / * 

^ Sqftie changes we^e made with the original coding sheet as a re&ult 

of the reliability check; also, for future studies n^re changes can b« 

made. Theae will be discussed below. , , 

. As a result of th^ -reliability check, sonte categories were elinti- 

nated or, it was suggested that they be eliminated. Column 6, TEACHER 

ASKS 2 Ot MORE QUESTIONS BEFOl^f STUDENT ANSWERS, did not occur except 
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occasionaly with one Spahish teacher; accordiny to Grossier (1964)^ this 
is not good questioning ^ocedure and it appeared that most teach^ars did 
not use this strategy, ^ * ^ " , * 

Within the STUDENT RESPONSE Colunm the lailt 2 sub categories of: 
1) Student B answers for Student A^and 2) unintelligible were never used 
SO these sub categories may be eliminated from the' coding sheet, ^ 

' The last general category of TEACHER CORRECTIONS wes not accoiihted 
for except in the 4th sub category^ Supplies Correct Answer*^ in a.^tudy ' 
which emphasized teacher responses, this category would be very necessaryi 

Also, if all teachers in /the study were coded as they conducted similar 

■ ' ' ' • ' ^ . . .^ 

types of reading groups^ for example^ oral reading, this- category might 

possibly be more used than it was durihg this investigation. The major interest 

and purpose here was to investigate teachers' questioning $trategie^.>ahd this , 

fi^nal category was included out of personal ifiterest but teacher corrections 

was not directly' pertinent to the present investigation^, ' ' ' \ 

Tha final veriion of .th^- coding instruction .sheet appears in the 

appendix (see appendix A), It was hoped that the foregoing corrections 

* . ' ■* * * 

and changes would improve the reliability of the coding system for future 

use, * • 
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TABLE 2 



% OF EI^CH ^CAT&GORV USED 6V It^DIVIDU^L TEACHER (FIRST GRADB) 



Col Col SB SK TC ^ 

QUES*-[>-l D-2 D-3 U-A Q-I 0-2 0-3 Q-j Q-S 0-7 c; 7 ** ^- - 0 *** 1 2 3 4 
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*Totals appear as numbers . . ^ 

* Number per group . , i 

** Nuinber c 
*** Nuinber TC' ' / 



All Other numbers are represented In i 
Rfifers to no incidents oi this category 
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% OF EACH C/VT2G0RY USED S¥ INDIVIDUAL TEACHER (THIRD GRADE) 



























Col 


Col 




SR 


SR 


SR 


TC 












QUES* 


D-1 


D-2 


D-3 


D-4 




0-2 




S-4 




Q-7 


5 


7 








0 


*it 


1 


2 


3 


4 






lOJ 


23 


46 


24 


07 


50 


30 


09 


04 


06 


01 


08 


05 


93 


■ 90 


06 


01 


U 


09 


73 


— 


le 


(£1 














































bilingual 


6a 


62 


■32 


02 


04 


44 


34 


21 




02 




25 


01 


52 


87 


08 


06 


36 


44 


22 


31 


03 


Latino 
























\ . 
























57 


G9 


07 




04 


53 


16 


25 






07 






50 


74 


16 


10 


26 






93 


07 
















































bilingual 




37 


52 




11 


67 


22 


a 








04 


.04 


26 


68 


08 


04 


7 


14 




71 


14 


latino 














































1 




76 


55 


26 


09 


10 


77 


06 


15 




03 




14 


03 


74 


60 


11 


26 


1 








100 


Anglo 


se 


.72 


10 


03 


14 


67 


24 


■05 




03 




05 




56 


89 


04 


07 












^1 


54 


50 


24 


04 


22 


35 


30 


28 




06 




07 


06 ■ 


50 


78 


06 


16 


1 








100 


109 


39 


59 




03 


25 


45 


23 


02 


06 




15 


04 


88 


73 


OB 


14 


18 


06 




39 


56 


Anglo 


42 


19 


64 


02 


14 


19 


45 


21 


07 


03 


02 


17 




35 


86 


11 




5 






40 


60- 




74 


23 


24 


36 


16 


16 


57 


07 


19 


02 




15 




63 


81 


08 


06 












Anglo 


55 


33 


36 


20 


11 


67 


22 


11 








09 

r 




50 


76 


14 


10 


4 








100 






92 


38 


58 




04 


33 


47 


14 




04 




10 


22 


91 


66 


09 


25 


5 








100 


Spanish 














































Latino 















































* Totals appear as numbers 
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Results 

The coding system previously described was used to tabulate 7 

general categories in ordej^ to tf^MAMp teachers' questioning strategies 

and their students' responses* Results of an application of the coding 

system can be found in Tables 2 and 3 which show percent of usage of 

each category. Explanation of these tables follows* The categories 

represent questioning strategies used by the teachers in this study* The 

column headings have been previously eaqjlained in detail and can also be 

found in Table 1 and Appendix A* As a result of the reliability check 

certain categories were eliminated; therefore they were not included 

in Tables 2 and 3* The eliminated categories were as follows: 

Q-8, Column 6 and Student Response sub categories: A and u* Some teachers 

did not' utliize certain other strategies* This was represented by the " 

sign in Tables 2 and 3* Some of the columns inclxided in Tables 2 and 3 

were not proved reliable in either English and/or Spanish (Q-A, Col 7 

Teacher Corrections)* However, it was felt by this investigator that 

these particular categories and sub categories were important enough to 

include in the discussion* The low reliability^ 'in some cases/ was due 

to insufficient data and on coding the remaining 9 teacher videotapes, 

these categories were shown to appear quite often* 

Originally, there were sixteen teachers who agreed t:o be video 

taped* unfortunately, the videotape of one third grade Spanish teacher 

had too much classroom noise interference which made the coding prohibitive 

The remaining 2 Spanish teachers (one first grade and one third grade) 

were not coded for this particular investigation* These videotapes will be 

examined and coded in the near future* 

Teachers were represented in three ways; 1} T-1, T-2,*.. which 
identified the teachepsj 2) bilingual, Anglo, or Spanish which 

29 
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identified the language of the reading group; 3) Anglo or Latino which 
identif:..ed the native background of the teacher. The double sets of 
lines were u:5ed to separate the 3 groups. The first grade teachers* re* 
suits are represented in Table 2 and results of the third grade teachers 
are shown in T^ble 3* Totals fori Questions per reading group/ student 
Response, and Teacher Corrections are represented in whole nuinbers. All 
of the other numbers in Tables 2 and 3 represent a percent of usage by the 
individual teachers. The terms Column and Category are used interchange* 
ably throughout this study. 

According to the teachers^ their reading groups were determined by 
the students' English language proficiency if it was a bilingual reading 
group and by reading inventories from the reading series used, if the 
group was^^ Anglo group- The Spanish teachers were videotaped with one 
reading group each. 

Question 1 

The first question of the study asked if questioning strategies 
could be categorized into styles and types. The coding system was devised 
in an attempt to answer this*'' The categories of Direction of Questions, 
Column 5 and 7 were icientified as strategies of style. These 3 categories 
are involved with the way in which teachers ask questions. To whom do 
they direct their questions, do they ask more than one question at a time 
before the student has a chance to ans^wer and do they follow up with 
the same student in order to elicit a positive response from him. The 
question^ themselves, ' Category 3, have been sub categorized into 6 types 
listed in Tables 2 and 3 as Q*l through Q-5 and Q*7, Q-6 was eliminated 
from the coding system as explained in the previous section- All of the 
categories developed can be considered in terms of teacher style of 
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questioning or the typa of question used by the teacher. 

The second part of the first question asked if any generalizations 
of stj'le and type could be made for each of the three teacher groups. 
In other words, one questioning style, D-3 (Teacher asks question to 
volunteer) was not used at all by the 3 Spanish teachers. Also, one 
bilingual teacher and two Anglo teachers were not coded for this category. 
All of the other Anglo and bilingual teachers used this strategy to some 
eJitent* It was noted that D-3 was the least used of the 4 sub categories 
of directing questions ta students* 

The Spanish teachers were not coded as using the Q-4 typd^ question 
which required soma elaboration of personal experience from the student. 
The same bilingual teacher (T^-ll) and two Anglo teachers also did not 
use this type of question with their reading groups. 

Finally, the Spanish teachers did not use the Q-7 type of question 
which required that the student made some inferences in order to answer 
the question* Among the other teachers, bilingual and Anglo, this type of 
question was used in 6 of 21 reading groups. 

There was no category that showed a distinct difference between 
any two 'of the three groups. Most of the differences that were coded 
between any two groups occurred between the Spanish group and either 
of the other twOt 
Question 2 

The second question proposed in the beginning of the study, asked 
if bilingual teachers used different strategies for their bilingual 
children than they did for their monolingual groups. Only one sample 
(.T-2 and T^-S) was available in this study to attempt to answer this question, 
T-2 and T-5 are in fact the same teacher with 2 different groups of children. 
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one bilingual and two Anglo, Results of the coding (see Table 2) show 
that in certain categories, different strategies are used in different 
rates for each group of children. This teacher used D-2 style of 
question direction 58% with the' bilingual group and an average of 25% 
with har Anglo groups* Tha Q-2 type of question was used an average of 
16% with the bilingual group and 35% with the Anglo groups, g-S type of 
question was used 15% with the bilinguals and was never used with the 
Anglo groups - 

■ Finally^ 2*3 type of question was used less (3%) with the bilingual 
group than with the Anglo groups although differences occurred between 
the 2 Ajvglo groyps^too (14% and 30%)- 

It should be pointed out that there was one question type used 
with bo thT>i lingual and ^'.nglo groups- The Q-1 Absolute factual type was 
used approximately the sanne amount for bilingual (31%) as for the Anglo 
groups (37% and 32%), 

Part 2 of the second question for the study asked if it was the 
reading group context or the teacher's individual style which would 
determine the teacher's questioning strategies. If it were 
style then it could be shown through application of the coding system 
that the teacher would use each category approximately the same percentage 
regardless of the reading group she was teaching. Again, there was only 
one teacher (T-2 and,T-5) who taught both bilingual and Anglo groups - 
However^ all Anglo and bilingual teachers vere videotaped as they taught 
2 or 3 different reading groups, within one language. To answer part 2 
of the second question, the results of category usage by individual 
teacher can be examined " (see'Tahles 2 and 3), 

Each teacher used the questioning strategies in different percentages 
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with her different reading groups. The differences within one teacher»s 
use of categories ranged from a high percentage for t-4 who showed a 
difference of 56% wit:i Q^l type of question to^ no difference for 3 teachers 
(T-5. T-11) with Q^S type for the first two, teachers and Column 7 

for the last teacher. The percent of usage was low (2% and 6%) for thesa 
three teachers' use in general of thest, strategies. 

Each bilingual and Anglo teacher who taught more than one reading 
group showed differences in usage for each group she taught. The greatest 
difference for each teacher will be reported in order from the greatest 
difference to the least difference, The/specific category in which the 
difference occurred is also given (see Table 4), 

The teacher who showed the least difference in strategies across 
reading groups was Anglo teacher T'lO who showed a combined one hundred' 
points difference when each of the category differences was added together. 
The teacher who showed the greatest difference of category usage with 
her reading groups was Anglo teacher T-4 with one hundred seventy five 
points difference. 

The one sample of a teacher who taught both bilingual and Anglo 
groups (T-2 and T-5) showed more differences between her 2 Anglo groups 
than between Anglo and bilingual. In D-3 style of directing questions, 
the difference between the 2 Anglo groups was 25%; -between the .bilingual 
group and 1 Ang^lo group it was 12%. 

In categories D-1, D'4 and Q-4 results showed that the percent ^of 
use of these strategies was closer between one of the Anglo groups and 
the bilingual group than it was between the 2 Anglo groups* 
Discussion 

Results of the coding indicate that there were more differences of 
percent of usage within one teacher's use of categories than there were 
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TA3LE 4 



Greatest Difference in \ of Category Usage Satween Individual Teacher's 

ReAding Groups 



T eache_r 

T-4 
T-9 
T-12 

T-8 
T-10 . 



% of Difference 

56% 
52% 
49% 
44% 
^0% 
39% 
29% 
23% 



^^tegory in which 
Difference Occurred 

Q-l 
D-1 

Q-l 
n-2 

D-4 
D-1 
D-3 
D-1 
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differences between teachers of different lvinguai;a grc^ips, The usage 
differences may have occurred for several reasons; the language background 
of students, the context of the reading lesson* the reading level of 
the specific reading group, or the number of students in the reading group. 

Context of the reading lessons was not controlled within the study 
and each of the teachers waff asked Co procode as usual *is the videotaping 
took place. This resulted in a variety of contexts for reading. Teachers' 
reading lessons consisted of activities that ranged in content from oral 
reading to learning how to look up words in the dictionary to working with 
synonyms and antonyms. Each different context could require different 
strategies. For example, questions that had to do with elaboration of 
personal experiences or making evaluations would not occur in a decoding 
skills pract_ice lesson. 

The reading level of the group may determine usage of strategies. 
If the group is less advanced in reading skills, the type of question 
would be more of the Absolute Factual sub category than either Factual 
or Evaluation. One teacher (T-4) in particular illustrated this. Although 
the reading group levels were not known by this investigator; it was 
evident that the teacher's first group was less advanced in reading than 
the second. The vocabulary and reading material used by the teacher was 
proof that there^was a difference." In the first and lower group the 
teachei? used Q-1 Absolute Factual 77% and Q-2 Factual which requires the 
student to figure out on his own, only 2%. with the second group the 
opposite strategy occurred. TIic Q-1 type was used 21% and Q-2 ^9%. Another 
teacher (T-12) exhibited a similar srcategy with her reading groups, the 
first one being the higher group* Q-lVas used l^X and Q-2 used 57% for 
the higher group. With the lower group, the teacher used Q-1 f>7% and Q-2 
qnly 22%. - 

. 35 , , , 
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Amortg the bilingual teachers there were not as many differences 
with tha types of questions used which may indicate that the reading 
levels of the children were not as different, One bilingual teacher 
(T-l) did show a difference of category usage between her two reading 
groups, There were only 3 bilingual teachers who taught at least 2 
reading groups so there is not much data on which to make conclusions. 
Another reason for the variety of questioning strategies may be 
due to the number of children in each group. The ntimfaer ranged from 2 
to 13, Three teachers (T-4, T-8, T^9),were taped with only 2 children 
in each group and one of these teachers, T-9^ worked with 1 child to^ 
half of the videotape, Two teachers (T-llr T-12) were working with thir- 
teen children each. The questioning style of directing questions could 
be effecte'S^by this situation of the nuinber of children in the group* 

In terms of the bilingual teacher who taught both Anglo and bilin* 
gual children tT2 and T5) there were more differences of category use 
between her 2 Anglo groups than there were between the Anglo groups and ^ 
the bi^rflgual group. There were 4 cate'^ories that were different between 
Anglo and bilingual: Q-3, and Q-5, The direction of questions ' - 

to anyone who w'^ted to answer may be a mora confortable way for the bilin-' 
gual children to answer . questions . This strategy seems to be less threat- ^ 
ening in nature. If the teachers' goal is to have the students respond, 
then the fact that any and/or all can answer in chorus like fashion seemed to 
encourage response. There was less Q-2 type questions used with the bilin- 
gual group (16% as opposed to and average of 36% with the Anglo). Factual 

questions that required more figuring out and more language ' might 
have been more difficult for the second language reader in first grade, Q-5 
(Related to Instructibn but not to Text) was used 15% with bilingual and 
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not at all with the Anglo group. Most of the Q*5 type used by this 
teacher centered on questions such as, "Would you like to take your book 
home?" perhaps the teacher wanted to elicit as many verbal responses as 
possible frcm the children and used this type which is part of question^ 
ing style developed for the coding system^ 
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SUGGESTIONS FOR FURTHER STUDY 

There is much that can still be done with the present data collected 
through the use of the coding system* The lack ot generalizations of 
strategies among teachers ot the same language groups might ba due to: 
the context of the fading group, the reading level of children and/or 
the number of pup^Us within the group^^ these are all areas that should 
be examined further. The coded videotaped question data could be analyzed 
with the 3 areas above, Tha videotapes would have to be viewed again 
to get the dAta and then analyze them with category xisages. 

Another way to x:se the coding system would be to select the teachers 
and control the context of the reading group by requesting the teachers to 
^ork with oral reading. This might eliminate some of the differences of 
reading context that resulted from this study. It must be noted however, 
that too much contjrol of the study in this manner would reduce the 
naturalness of classroom research. This type of research is needed in 
the sense that this is where teaching occurs and it is important to find 
out what is actually happening in the classroom, the reading groups in 
particular, . ^ . 

There is a difference of opinion as to whether one videotape sample for 
each teacher is sufficient to determine questioning strategies, other 
strategies, or behaviors exhibited by teachers as they work in small read- 
ing groups* It is suggested that this coding system be used with another 
similar single videotape sample to further chedk the reliability of the 
coding system in addition to the use of only ona videotape sample, it 
might be better to collect videotape data at least twice to get a better 
idea if the strategies that are being examined occur with some degree. of 
re^uj . 
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This stiudy included only one sample of a bilingual teachar who taugh 
both bilingual and monolingual children. It was suggested to use the 
coding system to examine questioning and teachar correction strategies 
during oral reading with both bilingual and monolingual students. To 
\{hat extent does the bilingual teacher use second language techniques 
wichin the reading context* 

Teacher corrections were not examined in particular in the present 
study/ although an attempt was made to code this behavior. The same video- 
tapes could be reexamined to look specifically at this behevior to idan-' 
tify the different strategies used' to correct students' incorrect answers 
and/or oral reading. .1 

To what extent do questioning strategies or teacher correctiorts cor- 
relate with reading gains in either first or second language? Altho.ugh 
reading test data were collected on the students within this study^ ip 
was not the intent to compare the strategies with reading gains. That 
is another way to use the present data and see whether there are certain 
questioning strategies that occur more frequently with teachers whose 
students make greater gains in reading. 
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CONCLUSION 

Only one definite conclusion can be drawn from this study. 
Classroom reaearch, as opposed to experimental or laboratory research, 
is very difficult to conduct. The bilingual population represented 
in this study was quite transient which presented problems in collect- 
ing data. Bilingual Education as it is perceived at the local level 
varies in implementation- Some programs provide limited English speak- 
ing children with a bilingual classroom ail day but they receive their, 
second language ! reading instruction from another teacher. Other pro- 
grams provide children with a Jialf day program and the balance of the 
^day Lb spent in the regular English speaking classroom. English read- 
ing instruction is sometimes given by the bilingual tea.cher who may be 
a native speaker of either Spanish or English, or it is given by a sep- 
arate teacher who is a native speaker of English. 

Varying conditions:, suph as tKese made it more flifficult 'to con- 
duct accurate reseatch.. The type of Bilingual Education stressed in 
the' United' States is transitional in which, the goal is to provide in- 
struction in £he native language inly as long as it is necessary until 
■ the'thild can fuictiqn successfuly within the English classroom- C.lass>- ^ 
room pas.earch with bilingual subjects should bfe conducted in s^ite of these 
drawbacks . . 

Tentative conclusions from this investigation can be matde, Tlie 
teiohers* use of questioning strategies are.not a'jresult of language^ dif* " 
, ferences but se'em to be more related to. the Context^ Reading levels ^ and ; 
* the number of children in the reading grdup-; ' Great differences in use of 
\ questioning strategies .did ..not exist , with 'the. t>ilangual teacher who taught 
in English tp both bilingual and monpllngual ,chi-idren. in fact^-^there 



war* greater percentag«» of usa^e differancea batweari the 2 monolingual 
gwupi than there were between either Anglo group and the bilingual group. 
It cannot be determined whether this same result would occur if the lan- 
guage were .^pahish, although results of this study indicate that teach- 
e'r questioning strategies may not differ if reading context, reading level 
and number in reading group were controlled. These three conditions may 
have more of an effect on teachers use of questioning strategies than 
language has» 
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APPENDIX A 

^ Descriptive Outline of Coding Instruction* 



T" teacher 
S" student 
?■ question 



TAPE LOCATION 

DIRECTION OP ? 1-4 

T names S before asking ? 

- nods or gestures to S before asking , 

- niay be a round-robin type of ? procedure at the table 

- follow*up ? are included 

ie« John, what is this wprd? 

T nods to Angelica. pban you make a Sentence using 
the word "slide" , 

T asks ? and accepts answer from anyone (usually answer called 
out by one or several in chorus-like fashion) 

ie« Where are we trying to go? 

Do any of you have any money today? 

T asks ? calls on VOLUNTEER 

If 

" watch tape olosely if you cannot see, do not guess 

T asks ? calls on SPECIFIC STUDENT by name or by gesture 

" do not confuse with follow up ? which should take priority 
over this^ one. 

ie. How old was Liz when the story took place* « .John? 
How do we make the "h" sound, - -Armando? . ^ 

TYPE OF ? 1-8 

ABSOLUTE FACTUAL 

- Ans* requires specific information which is present for the 
S or is present in material that S has. learned before, 

" only one possible answer 

- ans« usually is 1 or 2 words 

ie« What is thji letter's name? 
What word is missing? 
would you please read tl>is Page, J^se? 
Would you repeat th^t sentence? 
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FACTUAL 



' ans* requires some figuring out 

- more than one ans* is acceptable 
there is not an exact wording necessary 

ie. What is a word that begins with "si"? 
What is the boy doing in this picture? 
When can we use this "too"? 

YES/NO or TWO CHOICE QUESTION 

Do not confuse with <S below); if ? ralates to reading and 
the teachet is soliaiting a specific ans,.,do not record here. 

ie* Do we know the man's name? 
Is a lemon yellow? 
Is it a "p" or a^ "b'»? 

PERSONAL WITH TEXT 

- ans* re<^uires some elaboration of personal experience or 
observation. " ^ * 

- ans. requires S to put him/herself in the place of some 
character in story, 

— ^ usually occurs when S is reading a story. 

ie. Have you ever gone camping with just your dad? 
.How would you feel if you had worked all night? 

RELATED TO INSTRUCTION BUT NOT CONNECTED TO TEXT 

- ? may be rhetorical in nature 

- May be confused with YES/NO but if ana, is aonneated 
with reading in some, way, it should be recorded here. 

ie. What words will you practice over the weekend? 

Would you like to taXe your book home this evening? 

would like to read'this page? (notet difference 
between this and. . .''Would y6u like to read this pag«? 

NON .ACADEMIC _ _ '. 

- ans, requires nothing to do with instructional material 

- - usually of a personal, procedural or disciplinary nature 

* ■ . 

ie. Eiow's your mother? 

Now we know that isn't the wa^r to act; right? 
Who would like to get the pointer for me? 

EVALUATION 

* .ans. requires inferences to be made 

- more than t;ext tnaterial is needed to ans,? 
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UHIHTELLIGXBLE 

- coder cannot determine the type because ol audio problems- 
COHTEHT OF ? 

- use in conjunction with Column 3 

- will not be used with every T's ? 

code when ^'e ? refer to the following: 

DECODIHG SKILLS 

- .include all ? that involve decoding of letter> lound, word 
recognition as well as vocabulary 

STORY DETAIL 7 

" include all ? that asJc specific, ? about details in a story 
or sentence that S has read. 

STORY COMPREHEHSIOH ? ' , . ' 

' include all ? that involve making some Jcind of evaluation 
by the S 

'^'repeats or rephrases ? BEFORE calls on S or S has chance to 
ans. 

I 

T asJcs 2 or more different ? before calls on 5 

T stays with same S and asJcs mor* than 1 ? in attempt to elicit 
response 

" checJc column for each question even if several occur in 
succession 

^STUDEHT RESPOHSE 

- watch" for nods or actions 

- even if you can't hear ans. if T*s response gives a clue-** 
record it 

include discipline type ? (Column 6) and if S responds to T. 
record it < 

+ correct, partially correct, or self correction 

- incorrect (teacher says **no'* or moves on to another 

student for correct answer) 
0 'none (^o not use when T asJcs more than 1 ? before S has ■ 

importunity to ansJ' 
A another S ans. ' ' 

TEACHER CORRECTIOHS 

* used most often with o£;al reading 
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1 - pronunciation 

2 7 grainmar 

3 - miscue during oral reading 

4 - supplies correct ans^ 
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